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Abstract
The U.S. Department of Education, Office of Talented and Gifted has identified six ability areas as
contexts in which giftedness or talent may emerge. The talent areas as defined in Rules and Regulations
Governing The Administration and Operation of Gifted Education Reimbursement Programs (1976) are: 1)
general intellectual ability, 2) specific academic aptitude, 3) creative thinking, 4) leadership ability, 5)
visual and performing arts ability, and 6) psychomotor ability. To aid in the identification of the gifted and
talented, the U.S. Department of Education has defined the gifted and talented as: Those individuals
identified by professionally qualified persons who, by virtue of outstanding abilities, are capable of high
performance. These are children who require differentiated educational programs and/or services beyond
those normally provided by the regular school program in order to realize their contribution to self and
society (Executive Summary, 1971, p. 3).

This open access graduate research paper is available at UNI ScholarWorks: https://scholarworks.uni.edu/grp/2614

THE USE OF LEARNING STYLE AS A SELECTION CRITERION
IN A MULTI-DIMENSIONAL APPROACH TO THE SCREENING
AND PLACEMENT OF GIFTED CHILDREN INTO
DIFFERENTIATED ART PROGRAMS

Department Paper
Submitted
in Partial Fulfillment
of the Requirements for the Degree
Master of Arts in Educational Psychology
Major in Teaching
University of Northern Iowa

By
James Jacobmeyer
June 1981

This Research Paper by:

James H. Jacobmeyer

Entitled:

has been approved as meeting the research paper requirement for the
Degree of Master of Arts in Education

Kenneth Gogel

Len Froyen

Larry Kavich
tional
ions

This is to certify that
James H. Jacobmeyer

_L'satisfactorily completed the comprehensive oral examination
did not satisfactorily complete the comprehensive oral examination
for the Master of Arts in Education degree with a major
in Educational Psychology: Teaching
at the University of Northern Iowa at Cedar Falls
on September 10, 1981

Examining Committee

Len Froye

Kenneth
Member

Member

Transmitted by:
L
ence L. Kavich,
Department of Educat ona
Psychology and Foundations

ii

Table of Contents
Chapter

Page

. . . . . . . . .

1

Statement of the Problem • •

6

Hypothesis • • • • •

6

Need for the Study • •

6

Limitations of the Study • •

6

2.

Review of Related Literature.

8

3.

Design for a Multiple Criteria Selection
Procedure. . . . . . . . . . . . . . . . .

. 16

Identification Procedures for Artistic
Ability and Creative Talent in Art.

. 19

1.

Introduction

.

The Proposed Matrix • • • •

4.

• 19

The Screening Instruments

• • • • 21

Measuring Learning Style • •

25

Case Study:
The Ten Tests of Visual-Haptic Aptitude • • 26
The Torrance Your Style of Learning and
Thinking Self-Report Instrument
The Art Identification Tasks • .
Task Evaluation • .

5.

•

• 36

• • • 38

• • • • 41

Post-Task Self-Report Instrument.

• 42

Summary, Discussion, Recommendations

• • • 44

References • • • •

•

•

• 47

iii
Table of Contents, Cont.a
Appendices

Page

A.

Waterloo Talented and Gifted Art Matrix

B.

A.E.A.-7 Art Matrix.

c.

What I Like To Do Interest Inventory • •

D.

Checklist For Identifying Creative Talent in Art.

E.

Checklist for Identifying Artistic Ability.

F.

Renzulli Scales for Rating the Behavioral
Characteristics of Superior Students • •

G.

Torrance "Your Style of Learning and Thinking"
(Form B of the Children's Form) • • • • • • • •

H.

Edward's Diagram of Hemisphere Functions • •

I.

The Ten Tests of Visual-Haptic Aptitude • •

J.

The Visual-Haptic Characteristics Checklist.

K.

Summary of Lowenfeld's Evaluation of Objective
Criteria and Stages of Development • • • • • • •

1

Chapter 1
Introduction
The

u.s.

Department of Education, Office of Talented and

Gifted has identified six ability areas as contexts in which
giftedness or talent may emerge.

The talent areas as defined

in Rules and Regulations Governing The Administration and
Operation of Gifted Education Reimbursement Programs (1976)
are:

1) general intellectual ability, 2) specific academic

aptitude, 3) creative thinking, 4) leadership ability, 5)
visual and performing arts ability, and 6) psychomotor ability.
To aid in the identification of the gifted and talented, the

u.s.

Department of Education has defined the gifted and tal-

ented as:
Those individuals identified by professionally
qualified persons who, by virtue of outstanding
abilities, are capable of high performance.
These are children who require differentiated educational programs and/or services beyond those
normally provided by the regular school program
in order to realize their contribution to self
and society (Executive Summary, 1971, p. 3).
More operationally defined, children of high intellectual
ability will function well in almost all academic areas.
Children who exhibit specific academic aptitudes may excell
in only one or two academic areas.

The child with creative

ability is described as one who consistently engages in
divergent thinking - one who generates unusual, frequent, and
high quality ideas or solutions to problems.

Children with

leadership ability will consistently demonstrate an exceptional
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capacity to motivate and organize other children.

High

ability in the visual and performing arts will often be indicated by consistently outstanding aesthetic production in
graphic arts, sculpture, music or dance.

A child possessing

psychomotor ability will consistently display mechanical
skills or athletic ability superior to other children
(Rubenzer, 1979).
Approximately 95% of all children identified as gifted
and talented cluster into the areas of intellectual giftedness or specific academic aptitude,

(Grinter, 1975).

This

is primarily a function of the relatively greater accuracy in
the identification of these two talent areas.
In recent years educators of the gifted and talented
have spurned a generalized notion of giftedness which,
historically has concentrated on particular cognitive skills
such as verbal and reasoning abilities.

Instead, a concept

of giftedness has been advanced which looks at specific
ability areas, stressing the capability of high performance
in such diverse contexts as creative and productive thinking,
the visual and performing arts, leadership ability, and psychomotor ability, in addition to more traditional expressions
of giftedness like general intellectual ability, or in readily
measurable specific abilities such as math, physics, or
chemistry.
Because identifying gifted and talented art students is
still a relatively unrefined diagnostic skill, many school
systems continue to rely on standardized ability and aptitude
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tests.

As a result, many states have begun to adopt multi-

talent screening and identification procedures
1979).

(Rubenzer,

A multi-talent identification model would consider

sociometric, psychometric, and environmental factors.

This

model may include teacher nomination, parent interviews,
peer nomination, interest and learning style inventories,
case studies, the evaluation of student products, auditions,
and teacher observation checklists.
It is apparent that with respect to multi-talent identification, psychometric techniques are still at an embryonic
stage.

In Guilford's (1959) studies of the intellect, he

concluded that there are 120 possible specific high level
talents, with over 80 discovered to date (p. 473).
conventional tests measure less than one half of
thesized specific talents

The best
these hypo-

(Gowan and Bruch, 1971).

Appraisals of talent and giftedness must also take into
account certain non-intellectual factors which affect intellectual performance, such as:

motivation, interests, emo-

tional maturity, social growth, personality development, and
health

(Martinson, 1975).

In regard to personality and environment as factors in
the identification of creativity, Gowan (1972) in his review
of the literature on creativity lists three main areas of
interest in trait and environment studies:

a) creativity as

a personality correlate, b) creativity as a result of environment, and c) creativity as a concomitant of age and stage
of development.
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Creativity as a personality correlate has received the
most attention.

A large body of evidence has accumulated in

connection with the effort to identify the particular personality traits which make for creativity.

The assumption

is that the creative process can be fully accounted for by
providing an exhaustive list of such traits.
speaks of four traits:

Fromm (1959)

capacity to be puzzled, ability to

concentrate, capacity to accept conflict, and willingness to
be reborn every day.

Rogers (1959) has a similar list:

openness to experience, internal locus of evaluation, and
ability to toy with elements.

Maslow (1962) characterizes

the creative personality as spontaneous, effortless, innocent,
unfrightened by the unknown or ambiguous, able to accept tentativeness and uncertainity, able to tolerate bipolarity,
able to integrate opposites.

Taylor (1961) suggests motiva-

tion as a strong component of creativity and lists intellectual
persistence, liking to think, liking to manipulate and toy
with ideas, need for recognition of achievement, need for
variety, need for autonomy, preference for complex order and
challenges therein, tolerance of ambiguity, resistance to
closing-up and crystallizing things prematurely coupled with
a strong need for ultimate closure, need for mastery of a
problem, insatiability for intellectual ordering, and a need
to improve upon currently accepted systems.
E. Paul Torrance (1977) has perhaps the most comprehensive list of traits to date.

His techniques are based on the

observation of children's behavior and an analysis of what
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they produce.

Strengths in the following areas may indicate

exceptional creativity:

ability to express feelings and emo-

tions; ability to improvise with commonplace materials and
objects; articulateness in role playing, sociodrama, and
story telling; enjoyment of an ability in visual arts, such
as drawing, painting and sculpture; enjoyment of an ability
in creative movement, dance, and dramatics; enjoyment of an
ability in instrumental and vocal music and music rhythm,
use of expressive speech, fluency and flexibility in figural
media; enjoyment of and skills in group activities and problem solving, responsiveaess to the concrete, responsiveness
to the kinesthetic, expressiveness of gestures and body language; and the

ability to interpret body language, humor,

richness of imagery of informal language or originality of
ideas in problem solving, problem centeredness or persistence
in problem solving, emotional responsiveness and quickness of
warm up.
Studies by Getzels (1958), Jackson (1959), Torrance (1959),
Burkhart (1959), and Taylor (1959) and others have given us
evidence that creativity as measured by our common tests, are
different traits.

As evidenced by recent attempts to formu-

late comprehensive lists of creative personality traits and
concomitant behaviors, educators are actively seeking identification criteria which more closely define the creative mind
and the unfolding process that is creativity.
Historically educators have found creative ability difficult to define and even more difficult to assess, but with
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the advent of a descriptive approach to the appraisal of
these operations, we may begin to understand creativity more
as a process of thought than as a product of intelligence
alone.

If this is indeed true, creativity as process is de-

pendent upon intellectual ability as well as processes unique
to each child's personality type and learning style.
Statement of the Problem
In the development of performance tasks for the identification of gifted children with art ability, learning style
has not played a critical role as a criterion for the structuring and assessment of these performances.
Assumption of the Study
Developers of identification tasks must consider hemisphere dominance, learning typologies, and information-processing modalities to accurately place potentially gifted
students in accelerated art programs.

A measure of learning

style will provide useful information about the artistic
abilities of students that is not supplied by screening instruments commonly used to identify these children.

This

information would also be valuable in developing curricula
prescribed to meet the needs of a specific type of learner.
Limitations of the Study
This study was designed to investigate the implications
of learning styles upon identification and evaluation pro-
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cedures as well as to advocate a differentiated approach to
curricula development in the arts.

Giftedness takes many

forms and requires many diversified skills.

Art ability, as

evidenced by the literature, develops in ways unique to the
individual's style of learning.

This paper will not (because

of a lack of sufficient testing data) be concerned with a
formal design approach to the testing of the hypothesis, but
will be descriptive in nature - seeking to propose a model
for the development of art identification tasks which rely on
the screening of learning styles.
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Chapter 2
Review of Literature
It is difficult to imagine a definition of artistic
ability which excludes creativity.

The creative process, as

viewed by many arts educators, is essential to artistic expression.

Even so, creative thinking and artistic ability,

as outlined in the six talent areas of the gifted (public law
91-230, sec. 806) are treated as two separate entities.

The

distinction between these two areas seems to lie with the definition of creativity as process and art as production.
Creativity has been the subject of extensive literature.
Definitions of creativity are usually presented in one of two
general forms.

One

group characterizes creativity in terms

of the resultant item - an innovation, discovery, invention,
or novel recasting of existing things.

Another general cate-

gory of definitions describes the type of person or environmental series of changes involved in the process.
The production of something new to the individual or the
culture is included in almost all definitions of creativity.
Four properties of a creative product are:

1) unusualness,

2) appropriateness, 3) transformation, and 4) condensation
(Jackson and Messnick, 1967).
Unusualness refers to the uniqueness of a work as compared to the other objects in its class.

To be appropriate,

a creative product must meet the needs of its creator, whether
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personal or environmental.

Transformation involves the crea-

tion of new forms and is perhaps closer to the concept of
process than product.

Condensation is a unifying of content

and form to produce a lasting whole.
Two conceptual frameworks have been advanced to describe
the process of creativity in more concrete terms.

E.Paul

Torrance (1967) defines the creative process in terms of
scientific methods.

He describes creativity as "the process

of becoming sensitive to problems, deficiences, gaps in knowledge, missing elements, disharmonies and so on; identifying
the difficulty, searching out solutions, making guesses or
formulating hypotheses and possibly modifying and
them, and finally conununicating the results."

retesting

This definition

emphasizes the factors affecting creative growth and provides
researchers and observational framework for measuring creativity in a problem-solving context.
The second framework for the definition of the creative
process is based on relationships to cognitive functions.
According to Michael Wallach, the creative process requires
two types of thinking skills:

1) setting of conceptual pos-

sibilities, and 2) analyzing what the selected possibilities
imply (1967).

These thinking skills are similar to divergent

and convergent operations as described by J.P. Guilford and
R. Hoepfner (1963).

The second skill refers to an analysis

of the existing world and the first refers to the creation of
a new framework.

While cognitive abstractions evaluate the

facts, thus prescribing a choice of values and a course of
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action, cognitive abstractions deal with what is; normative
abstractions deal with that which ought to be (in the realms
open to man's choice}

(Rand, 1965).

The differences in these

two modes of thinking derive from two different views of the
world.
Lowenfeld in the Nature of Creative Activity (1939) distinguishes between two creative types, the visual and the
haptic, and how they view the world.
We can clearly distinguish two types of art
expressions by the end product and by the attitude
toward experience. When we investigate the artistic products of these two types in their pure forms
we find that the visual type starts from his environment, that he feels as spectator, and that his intermediaries for experiences are mainly the eyes. The
other, which we shall call the haptic type,is primarily concerned with his own body sensations and the
subjective experiences which he feels emotionally
involved.
Eisner (1962} in attempting to develop a typology of
creative behaviors for the visual arts found significant correlations between types of creativity displayed and the locus
of the visual art product.

In this study, he found certain

individuals to be form-oriented, while others appeared to be
subject-oriented.
by Barkan and

This idea is further evidenced by work done

Hausman (1956} suggesting the possibility of

placing people working in the visual arts on a concept-bound,
percept-bound continuum.
Along similar lines, Beittel and Burkhart (1960} have
investigated the relationship between personality types, ways
of learning, and working strategies in art.

Initially they

found evidence of two distinct personality types:

the
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spontaneous and the deliberate.

In a later study, they added

the divergent type and dropped the word deliberate in favor
of the word academic or technical.

Beittel and

Burkhart

(1963) describe the divergent approach as a process of discovery and invention; the spontaneous approach as one of
problem-solving, and the academic approach as a desire for
technical competency with predictable results.
Gardner (1980) in Artful Scribbles discusses "two distinct types of learners, each exhibiting strikingly different
approaches."

One type is described as a patterner, the other

a dramatist.

Patterners analyze their world in terms of phy-

sical configurations, ie. colors, sizes, shapes, etc.

Their

experimentation with the arrangement of form is based on the
patterns and regularities they encounter.

They actively en-

gage in pattern-seeking by matching, grouping, and categorizing like experiences.

The patterner is characterized by a

deliberate, no-nonsense approach to the organization of experience.

Dramatists on the other hand are children keenly

interested in the structure of events as they unfold - they
delight in story telling, pretend play and social interchange.
They enjoy "romanticizing" about their drawings, actively pursuing a dialogue between activity and experience.

Because

they are relatively insensitive to visual configurations, the
disparity between "real" and "depicted" objects seems of
little consequence to them.
The existence of two types of learners is further evidenced by research findings of the last decade pertaining to
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the information-processing preferences of the two cerebral
hemispheres (Bogen, 1969, Gazzaniga, 1970, Kinsbourne and
Smith, 1974, Reynolds, Reigel, and Torrance, 1977).

These

findings tend to implicate the left hemisphere in propositional, linear sequential, and verbal functions; the right
hemisphere in non-verbal, appositional and simultaneous processing functions (Torrance, 1977).

Left hemisphere dominance

is associated with concepts and intellect, science and mathematics, logic and history; the right hemisphere with intuition
and creativity, art and metaphor, music, poetry and dance
(Silver, 1978).
Arnheim (1969) also lends support to the theory of bimodal information processing by observing that certain individuals solve problems with the aid of internal imagery while
others employ only the intellect.
Recent works by McKim (1972) and Edwards (1977) also
offer

evidence of a bimodal functioning of the brain and

discuss

strategies for the development of bimodal visual

thinking skills.
The literature continues to refine the definition and
measurement of creative traits, and there has been recent
evidence linking hemisphere dominance with learning style
(Torrance, 1977, 1979).
If indeed two modes of learning do exist and are characteristic of personality types that display two distinct
styles of (or approaches to) learning, what are the educational implications for the development of screening/identi-
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fication criteria for the placement of gifted children into
accelerated programs?
As has been mentioned previously, the talent areas, as
currently defined, handle the identification of creative
thinking and artistic ability separately even though there is
considerable evidence to support the theory of art as creative
process.

Although creativity can take many forms and is not

limited by academic subject matter, the fine arts almost exclusively rely on creative thought processes for the production of significant works of art.
To date, many types of instruments have been developed
to measure creativity including scales for rating creative
characteristics (Renzulli, Hartman, 1971), self-rating devices (Gough and Heilburn, 1965), and creative ability tests
(Torrance, 1966).
Since many of these tests offer only indirect methods of
assessing creative talent and are affected by motivational
and environmental factors, many programs are turning to the
opinion of experts in various fields to judge creative products.
Martinson (1975) considers the selection of outstanding
products an "excellent way to identify talent which should
receive special attention."

Barron (1968) agrees, suggesting

that the evaluation of creativity should be made by people
who can distinguish eccentricity from originality and who
understand the qualities of complexity and originality inherent in the creative act.

Rubenzer (1979) reinforces this
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position stating that "the identification of individuals with
artistic, dramatic, musical, or other visual or performing
arts abilities relies almost exclusively on expert judgment
on the expression of the talent in question."
In consideration of these statements it is reasonable to
assume that although we can screen children for creative
traits, potential creativity must be evidenced in the form::~
of creative works before identification can be made with some
certainity.
If expert opinion is the determining criteria for the
judgment of creative talent, how do we choose our judges and
by what criteria do they judge?
Beittel (1959) in his discussion of product and judgmental variables refers to studies by Burkhart (1957), Beittel
(1953) and Morris (1956) which found a high correlation between aesthetic judgments and personal preferences in judges
experienced in the arts, a lower correlation in works judged
by inexperienced people.

Beittel also suggests that judg-

ment may be affected by the level of the teaching experience,
involvement with the medium used, reliance on visual or verbal
scales; by definition of expertness:

achievement criteria

vs. experience and training, temperament, variation of populations, instructions, environmental conditions, objects and
techniques to be judged, cultural and temporal relativity,
and teacher motivation.
Martinson (1975), in a review of a study by Pegnato and
Birch (1959), points out that the inability of classroom
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(non-art) teachers to recognize creativity in their students
art work "was obvious."
identifying students

The teachers were 9% efficient in

with creative art ability (60 out of 66

were misidentified).
If expert opinion is the best criteria for the identification of the creatively gifted, it is also apparent the
art specialist is most qualified to give that opinion.
It is imperative that the identification procedures used
by talented and gifted programs in the screening of creative
talent be done by trained professionals with the ability to
assess not only creative products, but to understand creative
process and its relationship to bimodal thinking and the
stages of artistic and creative development.
In the next chapter, I will propose a model for the identification of students with creative artistic talent based on
multiple screening methods.

It is assumed that through this

approach that all potentially gifted children (regardless of
special ability area) will be considered for placement in a
differentiated art program.

Hemisphere dominance and learning

style will be appraised and employed as criteria for the development of art identification tasks.

It will be the intent

of this program to establish a confluent approach to the development of artistic creativity.
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Chapter 3
Design for a Multiple Criteria Selection Procedure
The Waterloo Community School District utilizes a multiple criteria approach in the process of identifying gifted
students.

The districts screening criteria includes a pro-

cess of nomination, data gathering, and information processing that results in each building's selection of program
participants.

In addition to the districts minimum selection

criteria, others may be added by each building committee.
The building committee is responsible for financing and implementing the identification process.

Those students selected

for a program should meet a majority of the nomination criteria as listed for that area of giftedness.

No one item

should eliminate any student from consideration or insure
their selection.
The following minimum criteria for the areas of creative
thinking and visual and performing arts

appear in Identifi-

cation Procedure for Talented and Gifted, Waterloo Community
Schools, Waterloo, Iowa:
Area:

Creative Thinking
Definition:

The student who has the potential to
consistently excel in creative or productive thinking.

Criteria for Nomination:
Staff Nomination
Demonstrated Achievement
Creativity Test
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Screening Instruments:
Renzulli III - Creativity Characteristics
Torrance Creativity Test
Area:

Visual and Performing Arts
Definition:

The student who has the potential to
consistently excel in aesthetic production of graphic arts, sculpture, music,
dance, drama, etc.

Criteria for nomination:
Staff Nomination
Demonstrated Achievement
Panel of Experts
Specific Ability Tests
(Art Performance Tasks)
Screening Instruments:
Renzulli V
-Artistic Characteristics
Renzulli VI -Musical Characteristics
Renzulli VII -Dramatics Characteristics
The existing Waterloo art identification matrix consists
of a student self-interest inventory, nominations by parents,
peers, classroom teachers and art specialists; and three art
identification tasks.

The

art identification tasks are de-

signed to test, a) observation skills, b) imagination, and

c) 3-D problem solving.
Two matrix forms are included in the appendix (A, B) for
comparison purposes.

The first form is the current talented

and gifted program art matrix for the Waterloo school system.
The second is a matrix developed by a committee of Area-7
art teachers through a Title IV-C grant entitled "Rural Consortium for Teacher In-Service in Talented and Gifted Identifying Students with Artistic Talent."

Each matrix de-

pends on nomination and evaluation of art products for the
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selection of program participants.

As is evidenced by the

matrix forms, the screening/identification process relies
primarily on the ability of art specialists (or classroom
teachers) to observe and accurately appraise those behaviors
that are characteristic of students with creative artistic
talent.
It is my opinion that these art matrices, in their present form, lack the degree of refinement necessary for the
collection of accurate data.
One important factor missing in the preceding matrices
is a consideration for the students approach to learning, or
learning style, and how this affects artistic expression.

If

nominations for gifted programs fail to consider bimodal performances as a selection criteria, many potential program
participants may

be excluded.

current criteria for the evaluation of art products remains primarily visual, emphasizing form over content.

The

implication is that art tasks have been developed which require a knowledge of formal design concepts to be satisfactorily performed.

This may be a good indication of cognitive

development, but adds little to our understanding of the
creative process, the development of individual perspectives
and their potential for growth.
A differentiated approach to screening would include
students with a haptic (percept-bound) aptitude for learning
as well as a visual (concept-bound) aptitude.

A screening

process including this criterion is outlined below.
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Identification Procedures for Artistic
Ability and Creative Talent in Art
Criteria for nomination:
Interest
Demonstrated Achievement
Behavioral Characteristics
Learning Style
Hemisphere Orientation
Specific Ability Tests
Screening instruments:
What I Like To Do Interest Inventory (abbreviated form)
Checklists for Creative, Artistic Talent
Renzulli
Renzulli

I - Learning Characteristics
II - Motivational Characteristics

Renzulli III - Creativity Characteristics
Renzulli

V - Artistic Characteristics

Renzulli VII - Dramatics Characteristics
Torrance Styles of Learning of Thinking (childrens form)
10 Tests of Visual-Haptic Aptitude
Bimodal Identification Tasks for Artistic Ability
The Proposed Matrix
A.

Student Interest Inventory
(What I Like To Do)
_ _64-80 (10)
_ _48-63 (5)

B.

_ _ 32-47 (O)

Art Specialist Checklists
Creative Talent

---

6-9 (15)

_ _ 3-6 (10)

_ _1-3 (5)

_ _ 3-6 (10)

_ _1-3 (5)

Artistic Ability
_ _6-9 (15)
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c.

Classroom Teacher Checklists
Renzulli Scales:

D.

I.

30-40(10)

20-29(5)

10-28 ( 0)

II.

30-40 (10)

20-29(5)

10-28 ( 0)

III.

30-40 (10)

20-29(5)

10-28 ( 0)

v.

30-40(10)

20-29(5)

10-28 ( 0)

VII.

30-40 (10)

20-29(5)

10-28 ( 0)

Your Style of Learning and Thinking (Childrens Form)
Raw Scores:
Left
--Standard Scores:

_ _ _Right

___ Integrated

---Left Left

___ Right

___ Integrated

Right

Integrated

Low
Average
High
LRI

Hemisphericity
E.

10 Tests of Visual Haptic Aptitude

Raw Scores:

---Visual
F.

___Haptic

_ _ _Integrated

Identification Tasks
Task

Gifted

Progressive

Average

---L
---I
-----L
---I
-----LR
---I

1.

R

2.

R

3.

10 Points
Gifted
Progressive 5 Points
0 Points
Average

(20-30) Gifted

---

(10-15) Progressive
(0-5)
Average

Total

VHI
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The Screening Instruments
What I Like To Do Interest Inventory, Dr. Gilbert Hewett
and Karen Garvin, AEA-7.
The original long form of this survey includes 10 statements for each of 12

curriculum areas.

integrated throughout the instrument.
are:

These statements are
The curriculum areas

intellectual, language arts, psychomotor, science, music,

foreign language, math, movement, social studies, drama,
leadership and art.

The purpose of this survey is to determine

which curriculum area:,;;is of most interest to the student.
abbreviated form of

The

this inventory includes 10 statements for

each of 5 curriculum areas (language arts, science, math, psychomotor, and social studies) and 16 statements which combine
the areas of music, art, drama and movement under the general
heading of fine arts.

Responses range from don't like at all

(1) to like very much (5).
The Checklists for Creative Talent in Art and Art Ability
These two observation checklists each list 9 traits that
are characteristic of either creative talent in art or advanced artistic ability.

Overlap of characteristics is expected

in many cases, but the distinction is made for purposes of
distinguishing

between those with artistic facility and those

with a unique creative insight (defined here as creative talent) - as many experts will attest, creativity by its nature,
often spurns the mastery of convention in favor of a more
personal, intuitive working process.

There is also evidence

as cited in the review of literature, that art ability (technical mastery of methods and materials) is a priority of the
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visual-type (left mode dominant) thinker and expressed
(dramatic) creativity more characteristic of the haptic-type
(right mode dominant) thinker.

The ideal personality type,

however, is one that demonstrates an integrated (balanced)
approach to learning.
Scales for Rating the Behavioral Characteristics of Superior
Students, Joseph Renzulli, Linda H. Smith, Alan J. White
Carolyn M. Callahan, Robert K. Hartman.
The Renzulli scales are designed to obtain teacher estimates of a student's characteristics in the areas of learning,
motivation, creativity, leadership, art, music, drama, communication, and planning.

The

items are derived from the re-

search literature dealing with characteristics of gifted and
creative persons.

The proposed identification matrix utilizes

the scales of learning characteristics, motivational characteristics, creativity characteristics, artistic and dramatic
characteristics.

Artistic and creativity characteristics are

usual inclusions in art identification matrices.

The scales

of learning and motivational characteristics have been added
to supplement information on learning style and personality
types.

It was felt that the dramatic characteristics scale

may be helpful in identifying students with haptical aptitude.
For a list of area characteristics and scoring, please refer
to the appendices.
Your Style of Learning and Thinking,
Paul Torrance.

(Children's Form), E.

This self-report inventory is designed to estimate the
relative psychological dependence of an individual on the
right or left hemisphere of the brain (hemisphericity).
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(Torrance, Reynolds and Kaltsounis, 1979).

Recent research

has implicated the left hemisphere in propositional, linear
sequential, verbal functions and the right in non-verbal,
appositional, stimultaneous functions.

The inventory contains

questions regarding primarily right and left hemisphere functions as well as the integrative capacity of the two hemi~
spheres.

Substantial validity data have been reported on the

high school and adult forms in the recently revised manual
(Torrance, Reynolds, Ball, and Riegel, 19781.

The items in

the children's form were rewritten to lower the reading as
much as possible without forfeiting the item's concept.

The

children's form is considered to be in a research edition.
Validity data are lacking and reliability data is insufficient
(see Torrance, Reynolds and Kaltsounis, 1979 for preliminary
findings).

The interpretive and scoring keys for the high

school/adult form may also be used for the childrens form.
The Ten Tests of Visual-Haptic Aptitude,
Lowenfeld, P.B. Flick).

(Adapted from V.

The ten tests are designed to distinguish between
visually-minded and haptically-minded students.

Viktor

Lowenfeld (1939) defined the visual aptitude as the tendency
of an individual to rely UpJn optical perceptions of the
world and the haptic aptitude as the tendency of

an individual

to synthesize tactile impressions of external reality into
subjective experiences.

Paul Flick (1963) in his testing of

visual-haptic aptitude found that visual types were detected
by their extreme reliance upon association with imagery in
their speech, thought processes, and attempts at drawing.

In
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contrast, haptic types were found to be concerned with self,
motion, and physical sensation.

The ten tests as utilized

in this study will indicate a visual-haptic orientation to
learning in general descriptive terms, but are not designed
to measure the degree of inclination.

Responses to the test

questions will be evaluated using a visual-haptic characteristics checklist (see Appendix J).
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Chapter 4
Measuring Learning Style
Each child processes information according to individual
need and temperament.
unique way.

Each child perceives the world in a

Some children rely on sight to order their ex-

perience and make it meaningful, others rely on a sense of
touch and bodily sensation; while many children employ both
methods equally well.

A child may see the world as a formal

organization of visual elements and patterned experience or
may filter one's vision through imagination to create the
imagery of dreams or hallucinations.
Learning style is affected by a multiplicity of factors.
It is determined, in

part, by a child's grasp of an experi-

ence, the ordering of that experience and its subsequent interpretation or evaluation.

It is characteristic of self, it is

a reflection of experience with environment and experience with
others.

It is a cognitive grasp of knowledge as well as an

emotional response.

Learning style, in essence, is a child's

predisposition toward learning.
The case study observations of The Ten Tests of VisualHaptic Aptitude and the results of the Torrance "Your Style
of Learning and Thinking" inventory are included here as
indications of a fourteen year old girl's preferences for
the processing of visual and tactile information.

It is

predicted that a child's visual-haptic aptitude, as indicated
by the battery of ten tests, will correspond to the hemisphere
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dominance of the subject.

The following trial tests of these

procedures yielded information which will be used to refine
their form and administration.

No claims are made to the

validity or reliability of these procedures as analysis is
dependent on intertest correlations which have not yet been
made.

It is also realized that a case study is more than the

results of two screening instruments, that it is the culmination of the identification process itself, where all information regarding a child's unique abilities, talents, interests,
psychological traits, and special accomplishments are made apparent to program planners.
The Ten Tests For Visual-Haptic Aptitude
Case Study Observations
Subject:

Jenny, Age 14

Testing Instruments:
Test #1:

Camouflage Penetration Test

Time Limit:
Observations:
hidden birds.

10 Tests for Visual-Haptic Aptitude

10 minutes
Jenny found four of the possible eleven

She was initially self-conscious about her

inability to immediately find the hidden figures.

She

scanned the picture quickly, found four that she thought were
'possibles' and finished.

After she was told of the total

number that could be found, she expressed discontent with her
performance and returned her attention to the sheet.

Jenny

was surprised and embarrassed by her poor performance, but
determined to do better on the next test.
about 5 minutes.

Elapsed Time:
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Test #2:

Closure Test

Time Limit:

Open (until the subject felt the drawing
was complete)

Observations:

Jenny was given two incomplete line draw-

ings (Figs. 2a and 2b).

She was asked to study the lines and

mentally complete the pictures.

She was then told to choose

between the two sets of lines and complete the drawing.

She

immediately began work on Fig. 2a, saying she "had an idea
for this one."

The result can be seen in Fig. 2c.

When

asked why she chose Fig. 2a, she said "I wanted to draw an
angel for this one, but this (pointing to incomplete circle)
wouldn't fit."

Although she expressed satisfaction with the

result of her finished drawing, she added "this is something
(the camel) that everyone could probably see. 11

Elapsed Time:

about 10 minutes.
Test #3:

Integration of Successive Impressions

Time Limit:

Open; 3 separate pictures were shown to
subjects at 5 sec. intervals and subject
was instructed to draw until finished.

Observations:

Jenny was told that she would see three

separate pictures successively for 5 seconds each (Figs. 3a,
3b, 3c) and would be required to make one drawing combining
all three images.

She listened attentively and seemed impa-

tient with the delay between viewings.

She glanced at each

picture quickly and then expressed a desire to move on.

With

the viewing of the pictures completed, Jenny (without further
instruction) set to work.

She quickly sketched out her idea,
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filling the paper with planets and stars (see Fig. 3d).

At

one point, she made reference to the spiral as a galaxy.

The

sun was conspicuously absent from the drawing, but likeplanentary shapes were evident.

All four cosmic bodies were

positioned an equal distance away from each other, with no
figure clearly dominant.

There is no apparent center of at-

tention in this drawing, all parts are of equal visual weight.
No figure is more complex than another, each visual element
exists independently, yet is related by its class of object.
Elapsed Time:
Test #4:

about 10 minutes.
Visual Retention Test

Time Limit:
Observation:

5 minutes
Jenny was shown a simple line drawing of

a snail (Fig. 4a) and asked to study it for 30 seconds.

She

was told this was a test of her visual memory and that it was
important to concentrate on the picture for the full 30 seconds.

She studied the picture intensely for about 15 seconds

and reported she was ready to draw.

It was evident by facial

expression and body movement that Jenny was eagerly anticipating the challenge of copying the snail.

She began her drawing

with the spiral of the shell, adding the spiked head, then
finally the foot (Fig. 4b).

The copy was true to the original

with the exception of size.

Jenny had accurately scaled-down

the snail without distortion.

In discussing her approach to

the drawing, Jenny explained she counted the number of rings
in the shell, then added the spiked-head (the pair-shape),
then the foot, "the wavy line on the bottom (of the foot) was
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the only hard part."

In recalling this visual image, Jenny

drew each part in the sequence she had committed it to memory
- part by part, each building on the next to finally construct
the whole image.
Test #5:

Elapsed Time:

about 5 minutes.

Visual Discrimination Test

Time Limit:

10 minutes

Observations:

Jenny was asked to identify six differ-

ences between the two fishermen (Fig. 5a).

She began pointing

to the differences, but was requested to write her answers instead.

She said she would rather point to the different parts

than to attempt written explanations (not knowing what some
parts were called).

I aided in the descriptions and defini-

tions as she recorded her answers.
ences quickly without hesitation.

She found all six differIt was observed that

visual elements were counted on each side with the tip of the
pencil and then the process repeated until discrepancies were
found.

Elapsed Time:

Test #6:

about 5 minutes.

Subjective Impressions Test

Time Limit:

5 minutes for each subject

Observations:
6a)

Jenny was instructed to write as many captions to

the cartoon (Fig. 6a) as she could in five minutes.

She com-

mented on "the thousands of possibilities," to which I responded "write the first six that come into your head.

11

Her

responses are included in the summary of data.
6b)

Jenny was shown a Rorschach-type ink-blot and asked

to describe what she saw.

She particularly liked this exer-
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cise and talked about her interest in psychology.

She had

been reading Flowers for Algernon and related this test to
one they had given Charley.
her responses.
Test #7:

Elapsed Time:

Refer to the surrmary of data for
about 10 minutes.

Ambiguous Forms Test

Time Limit:
Observations:

5 minutes
Jenny was shown three pictures (Figs. 7a,

7b, 7c), each which could be perceived in one of two ways.
She responded to 7a as first 'A Lady in a Mirror,' then as 'A
Skull.'

7b she saw as a 'Boring Castle,' not responding to

the reverse figure/ground letter E.

This test prompted her

to talk about a similar example her science teacher had shown
in which 'a vase or two faces could be seen.'

She could not

find the ambiguous forms in Dali's painting (Fig. 7c).

She

pointed to things in the painting she recognized, but found
nothing that had two meanings for her.

In Fig. 7d, Jenny

could only see the young girl and not the old lady.
~:

Elapsed

about 5 minutes.
Test #8:

Tactile Test I and II

Observations:
Test I:
solve.

Jenny was given a tangram puzzle problem to

She chose Sb of three Chinese faces (Figs. Sa, b, c).

She quickly assembled the pieces, but found she could not
duplicate the silouette of the face precisely with the pieces
as arranged.

She approximated the arrangement and was satis-

fied with the results.

Although Jenny expressed some dislike

for the activity, she said she had solved a similar problem
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in math by dissecting a hexagon and making it into a square,
and had enjoyed doing that.
Test II:

Jenny did much better with the blind tactile

matching part of the test.

The tangram pieces were placed

in a bag and a sheet of paper with the outline:of the tangrarn
pieces was placed in front of her.

She was asked to feel the

pieces and match the felt shapes with the visual shape.

She

did this without hesitation, quickly and positively matching
each without error.
Test #9:

Elapsed Time:

about 10 minutes.

Spatial Relationships Test

Time Limit:
Observations:

10 minutes
Jenny was asked to find everything that

was 'wrong' with Hogarth's print (Fig. 9a).

She was asked to

give her answers in writing, but again found this means of
response inadequate for accurately describing what she saw.
Unfarnilarity with the subject matter of the print seemed to
be a factor in shifting her attention away from spatial concerns to those of labeling objects or events new to her.
found 3 things wrong out of a possible 15.

Complexity of the

image, quality of the reproduction, and no previous formal
training in the illusions of perspective affected these
results.

Elapsed Time:

10 minutes.

Data Summary
Tests for Visual-Haptic
Aptitude (Case Study)
Test#
1.

Score:

4; Possible:

2.

See Fig. 2a
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3.

See Fig. 3d

4.

See Fig. 4d

5.

Score:

6.

a) 1.

6; Possible:

6

Dentist looking in a mouth at teeth.

2.

Doctor looking in his mouth at throat.

3.

A clown circus act.

4.

A

5.

A guy swallowed something and the doctor is
getting it out.

6.

The doctor's head is stuck.

guy getting mad and eating his doctor.

b) One eagle is chasing the other eagle and its raining,
water is flying off their wings, 2!'. its three circus
acrobats balancing on a platform.

7.

a) 1.

A lady at a mirror.
A skull.

2.

b) A boring castle.
c) No
d) A young girl.
8.

9.

I.

No solution, but close attempt.

II.

Score:

Score:

7; Possible:

3; Possible:

7

15

Interpretation of Data
Ten Tests of Visual-Haptic
Aptitude Case Study Findings
General Findings:
Jenny's responses to the test questions were generally
characteristic of a visually-minded person.

She relied on

imagery associated with speech and intellectual thought
processes.

She expressed a desire for realism in her draw-
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ings.

She represented the subjects of her drawings from an

observers viewpoint.

Jenny displayed a preoccupation with

pattern-seeking and concrete imagery based on language and
objective experience.

Her responses to the subjective im-

pressions test were given as a spectator to an event.

She

was quick to respond to the challenges of identification and
classification.
Specific Findings:
Test #1:

The Camouflage Penetration Test

Score:

4/11

Orientation:
Test #2:

36%
Integrated

The Closure Test

The subject chose a set of lines that was more geogmetric
in character to complete.

The result was a line drawing

whose subject was contained in and/or behind a 3-D object.
This indicates a more visually dominant approach to the organization of space.

The person and animal in this case become

two of the visual elements that are part of the compositional
configuration.
Orientation:
Test #3:

Visual

The Integration of Successive Impressions Test

The subject transposed the three images onto one picture
plane, but the images remained distinct and separate.

No

attempt was made to synthesize the three into one new image.
A concern for the accurate recall of detail, and the inclusion of all three images in one picture shows a literal,
linear sequential approach to this activity.
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Orientation:
Test #4:

Visual

The Visual Retention Test

The accurate reproduction of the original drawing and
the analytical approach utilized in the memory process indicates an extremely objective approach.

It was also noted

that the subject did not refer to the subject of the drawing,
only to the elemental parts.
Orientation:
Test #5:

The Visual Discrimination Test

Score:

6/6

Orientation:
Test #6:

Visual

100%
Visual

The Subjective Impressions Test

a) This test was based on the premise that visuallyminded students will respond as neutral observers describing
in detail what they see, while the haptic-minded will respond with empathetic (or projected) responses based on subjective impressions.

The subject captioned the cartoon as a

third person in each response.

There were no references to

"I" in any of the captions.
b)° The analysis of the Rorscharch resulted in findings
similar to 6a.
Orientation:
Test #7:

Visual

The Ambiguous Forms Test

Score:

1/5

20%

The subject was able to find multiple closures in only
one of the five figure/ground reversals.

This indicates a

tendency for the visual-minded student to find the "path of
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least resistence" to closure.
stereotypical.

Often these responses are

The haptical-minded, in contrast, is more

open to the acceptance of multiple meanings.
Orientation:
Test #8:

Visual

The Tactile Test I & II

The tests were originally designed to measure opposite
tendencies, but were found to both measure visual aptitude.
The subject did equally well on both tests.

The subject was

given a tangram solution (a Gestalt Whole) and was asked to
assemble seven separate pieces to find closure.

She found

some difficulty with the precise arrangement, but was quick
to offer an approximate solution.

The second test required

the subject to match a tactile impression of the tangram
pieces with a view of the identical piece.
quickly without hesitation.

She did this

This indicates sight plays an

important role in recognition for visually-minded subjects.
Orientation:
Test #9:

Visual

The Spatial Relationships Test

Score:

3/15

20%

The test was designed to distinguish the visual from the
haptic by requiring the subject to find the incorrect spatial
relationships in the print.

It was assumed that a visually-

minded subject would score highly, the haptically-minded would
not.

It was determined that training, subject matter, and

quality of copy adversely affected the
Orientation:

Haptic

findings of this test.
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Interpretation Report
YOUR STYLE OF LEARNIN3 AND THINKIN3
(Form B, College Undergraduate Norms)

Name: ___J_e_nn_y______

St:v1 e
Right
Left
Integrated

StanRaw dard
s core S core 40

-1.
11

1..2

Percentile

Date_ _~6-/~2=8_/=8_1_ __

Standard Score
80 100 120 140 160 180
33
1
6 11::. 17
27
21
....11:.
104
15
19
24
28
6 10
2
40
123
25
31
38
5 12 18
40 60 80 100 120 140 160 180
Rank
0+
2 16
50
84
98 99+ 100
Low
Average
High

60

ABBREVIATED SUMMARY OF SPECIALIZED CEREBRAL HEMISPHERE FUNCTIONS IN TERMS OF STYLES OF LEARNING AND THINKIN3
RIGHT
LEFT
recognizing/remembering faces
recognizing/remembering names
responding to visual and
responding to verbal instruckinesthetic instructions
tions
playful and loose in experisystematic and controlled in
menting/learning/thinking
experimenting/learning
thinking
responds with emotion/feeling
inhibited emotionally
interprets body language
dependent upon words for
easily
meaning
produces humorous ideas/
produces logical ideas/thoughts
thoughts
processes kinesthetic stimuli
processes verbal stimuli
processes information subprocesses information logically
jectively
playful in solving problems,
serious, systematic, planful
in solving problems
uses humor, experiments
receptive
self acting
likes to have definite plan::.
likes to improvise
highly psychic
not psychic
little use of metaphors and
frequent use of metaphors
and analogies
analogies
responsive to logical, verbal
responsive to emotional
appeals
appeals
deals with one problem at a
deals simultaneously with
time, sequentially
several problems at a time
critical and analytical in
creative, synthesizing, assoreading, listening, etc.
ciating, applying in reading
etc.
logical in solving problems
intuitive in solving problems
gives much information through gives instructions/information
verbally
movement, gesture, etc.
uses language in remembering
uses images in remembering
grasps certain, established
grasps new, uncertain truths
truths
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Answer Sheet:

Form B

YOUR STYLE OF LEARNING AND THINKING

1.

a

2.

C

3.

b

-

L

21.

C

I

22.

C

L

23.

a

-

R

24.

C

-

I

25.

C

I

26.

b

I

27.

b

I

28.

C

I

29.

C

I

30.

a

-I
-I
-L
-I
-I
-L
-L
-I
-I
-L

4.

a

5.

C

6.

C

7.

C

8.

C

9.

C

10.

C

11.

C

I

31.

C

-

I

12.

C

I

32.

C

I

-

L

33.

C

C

-

I

34.

C

-

13.

C

14.
15.

b

-

I

35.

C

16.

a

R

36.

b

17.

C

I

37.

C

18.

C

I

38.

a

19.

a

L

39.

b

20.

C

-

L

40.

C

-

-

-

-

I
I
I

L
I
L
R
I
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The Art Identification Tasks
The art identification tasks are the final step in the
selection process.

At this point screening instruments have

been administered which give the reviewer indications of student interest, character, achievement, and learning style.
Although these instruments may offer valuable information
regarding potential talent, the best test of giftedness remains the production or performance of works of art.

What to

test, how to test it, and most importantly, how to evaluate
the results, have been questions made increasingly complex by
findings which continue to redefine creativity and its relationship to cognitive, perceptual, and artistic development.
This study has advanced a proposition for a matrix
design which utilizes a multiple-criteria approach to the
screening and identification of gifted art students.

The art

tasks, like the screening instruments, have been designed to
accomodate bimodal responses.
dominance, but

The tasks allow for hemisphere

do not attempt to influence it.

Each task is

presented in such a way, that participants can key into the
operational mode of their preferenc~.

The assumption is that

a student is more susceptable to misidentification by a task
which is hemispherically biased in design.
current tasksdesigns tend to elicit a visual-concept
oriented response, and are not, in many cases, constructed to
measure haptic-percept oriented response.

The following tasks

have been designed to accommodate bimodal functioning and
will be evaluated by criteria appropriate to that mode of
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thinking.
Task #1:

Drawing Dialogue

Instructions:

Present each student with a box of

colored chalks or pastels and one sheet of 18 x 24" drawing
paper.

Ask each child to study the colors in their box and

to find a favorite color.
color,

Have the students remove this

holding it in their writing hand.

Again direct their

attention to the box of colors, this time choosing a second
favoriteccolor to fill the remaining free hand.
now has a favorite color in each hand.

The student

Next, have the stu-

dents concentrate on the two colors they are holding, request
that they close their eyes and picture these colors in their
minds-eyes.

What do these colors mean to you?

Let your

imagination flow, thinking of all your past experiences with
these colors.

Now open your eyes and begin to make marks on

your paper, first with one hand, then the other hand.
your hands to talk to each other.

Allow

Fill the entire page with

the conversation between your hands.
Expected Results:

It is expected that one hand (usually

the writing hand) will begin to dominate the picture, while
the less dominant hand and color will lose focus and direction.

'Iwo separate "mirror-image" drawings may result as

well as integrated responses.

Color association to concrete

imagery suggests a visual (left mode) inclination while a
symbolic, emotional use of color suggests a haptic (right
mode) response.
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Task #2:

Self-Portrait

Themes:

1.

How I see myself

2.

A feeling that

Materials:
drawing paper.

is me

Soft, hard charcoal; pastels; 12 x 18"
Optional:

Instructions:

hand-held mirror.

Draw a picture of yourself with the

title, "How I see myself", 2!. "A feeling that is me."
any of the drawing materials in front of you.
to use only a pencil, that is fine too.
you are finished.

Use

If you prefer

Draw until you feel

Write one of the above titles at the

bottom of the sheet with your name.
Expected Results:

It is expected that the visually-

minded will attempt to draw an objective or idealized selfportrait, prefering a literal interpretation of theme #1.

It

is expected that theme #2 will appeal more to the hapticallyminded.

The degree of identification with subject matter

will be evidenced by the emphasis of facial features or facial
expression, importance of color, the size of figure in relationship to background, and the spontaneous or deliberate
quality of the work.
Task #3:

Word-Image Synthesis

Instructions:

Take one word from each column of words

and combine them to express one complete thought.
FALLING DOWN STAIRS.

After completing this thought, draw

what you visualize this to mean and
words.

Materials:

Example:

label it with the three

Pencil, 12 x 18" drawing paper.
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Column 1

Column 2

Column 3

Falling
Running
Screaming
Holding
Seeing
Reaching
Talking
Pushing
Moving
Crashing
Living
Exploding
Growing
Crying
Walking
Climbing
Breaking

Out
Up

Stairs
Windows
Friends
You
Love
Loud
Me
Buildings
Time
Hands
Ground
Trees
Fear
Anger
Doors
Mountains
Laughter

~

In
On
Through
With
Over
Under
Around
Above
Below
Without
Within
Off
Into
Onto

Expected Results:

Visual minded students will tend to

transform words with kinesthetic and tactile associations to
visual imagery.

They will often choose words that represent

objects, or combinations of words that objectify experience.
The haptic-minded will tend to choose words for which there
is no concrete imagery, combinations of words that express
self and bodily sensation.

Example:

"Living without Love."

Art Task Evaluation
Evaluation of the art tasks will result in the classification of three levels of work and determine the minimum
criteria this work must satisfy.
Gifted
A gifted student's art work will indicate a high degree
of:
1.

Flexible thinking (fluency of thought, imagination and
expression).

2.

Self-identification with form and content.
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3.

Notational skills development (symbolic thinking).

4.

Mapping skills development (analytical thinking).

5.

Sensitivity to space, time, and movement.

6.

Mastery of convention (knowledge of theories and systems).

The gifted student's level of work will be representative of
development two to three stages beyond his/her chronological
age.
Progressive
A progressive student's art work will be characteristically indicative of an accelerated progress through the stages
of development.

This student's work will meet the average

criteria for art work one to two stages beyond the child's
present chronological age.
Average

An average student's work will reflect a normal progress
through the developmental stages and will be consistent with
his/her chronological age.
The evaluation of the art tasks will be determined by
observed characteristics, stage of development, technique and
skill, and the organization of the work.

Lowenfeld's (1957)

objective criteria for the evaluation of art work (summary in
appendix) will be utilized as well as a post-task student
self-report instrument.
Post-Task Self-Report Instrument
1.

Which task was the most challenging?

Why?

2.

Did you have difficulty thinking of ideas to draw?

3.

Which did you like more: thinking about the images you
were drawing, or playing with the materials?
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4.

What is your opinion of a drawing that shows how someone
feels about what they see, but does not look like the
real thing?

5.

What is your opinion of a drawing that looks very much
like the real thing, but does not show how the person
feels about it?

6.

If given the opportunity, would you like to,Jtry another
art task or would you rather be free to draw "just for
the fun of it?"

7.

How would you rate your performance (on a scale of 1-10)
on the three art tasks?
Task #1

#2
#3
8.

Do you feel your drawings express everything you were
trying to say? If not, what other explanations, descriptions, or corrnnents would you like to add? Feel free to
write them on the back of the appropriate drawing or tell
them to your teacher.
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Chapter 5
Summary, Discussion, Recommendations
Art programs for the gifted should be differentiated for
many reasons.

A gifted child's perceptual skills are often

more highly developed than those of his chronological peers.
A gifted child who is developing according to his potential
and aptitude usually displays more curiousity and creativity
than those of the same age group.

Psychomotor-kinesthetic

aptitudes necessary for fine motor and hand-eye coordination
are more prevalent in the gifted and to higher degrees,
regardless of age level.

(Buttermore, 1979)

The advocation of a differentiated approach to arts
programming also points to a need for screening/identification
procedures which consider the special developmental needs of
gifted students before and during the nomination process.
Present screening procedures often misidentify students or
overlook those with potential (Martinson, 1975).
Much of the problem rests with the present identification criteria.

In many cases, the opinion of classroom teach-

ers and art specialists is the only means of determining the
artistic aptitude of a child.

While creativity tests, charac-

teristics checklists, and self-report instruments have been
used with some degree of success, the evaluation of a student's work of art remains the determining criteria.
The evaluation of art work, whether by classroom teacher
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or specialist remains a relatively inefficient means of identifying gifted students.

This situation is further aggra-

vated by criteria which is biased toward one type of learner.
As suggested in the literature, personality type, learning
style, and hemisphere orientation are factors integrally tied
to the production of a work of art.

If screening instruments

and identification tasks are designed for a visual-minded
response, many of the children that do not function well using
this approach will be excluded from participation in differentiated programs.

How can one have a differentiated program

without differentiated students?
In the design of an identification matrix which considers
the varied needs of its participants, what methods of evaluation are essential to include?
1.

There

is a need for screening/identification in-

struments which consider different approaches to learning and
thinking and are not hemispherically biased in design.
2.

There is a need for identification tasks which acco-

modate bimodal functioning and can discriminate between the
two functions.
3.

There is a need for screening instruments which can

distinguish between artistic ability and creativity.in art.
4.

There is a need for instruments that do not discrim-

inate against haptic aptitude in favor of visual aptitude.
5.

There is a need for an identification matrix which

is multi-dimensional.
6.

There is a need for a more accurate, easily defined
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set of criteria for the evaluation of art products.
7.

There is a need for identification procedures which

will facilitate the placement of different learning types into
differentiated gifted programs.
Current identification tasks are structured to conform to
a pre-patterned aesthetic response.
evaluate creativity.

They are not designed to

Creativity is predominately the domain

of right mode functioning students (as creativity relates to
process in art).

Art ability on the other hand, is often an,

indication of an intellectual, visual conformity which is primarily a left mode characteristic.
The Waterloo, Area-7 screening/identification instruments
and measures are multi-dimensional with the exception of performance tasks.

They are biased toward those with visual,

concept-bound orientations to perception.

The art experience

is form (the intellectualization of theme and subject matter
into concrete visual imagery) as well as content (the substance
or meaning that is contained in an art experience).

In the

design of screening instruments and performance tasks, it is
the art specialists responsibility to consider all factors
which contribute to creative talent in art and to exclude no
one on the basis of his style of learning and thinking.
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APPENDICES

TALENTED AND GIFTED PROGRAM
ART MATRIX

School_ _ _ _ _ _ _ _ _ _ __

Student Name_ _ _ _ _ _ _ __

------

--------Student

Grade
A.

---No

( 0)

---No

( 0)

Parent Nomination

---No

( 0)

Peer Nomination
_ __.yes (5)

F.

---35-39

Art Specialist

_ ___.yes (5)
E.

(3)

Classroom Teacher Nomination

_ ___.yes (5)
D.

---40-44

(5)

_ __.yes (5)

c.

---

Birthdate

Student Interest Inventory (What I Like To Do)

---45-50
B.

Teacher

___No (0)

Art Identification Tasks
1.

Superior ( 5)

Average ( 0)

2.

Superior ( 5)

Average ( 0)

3.

Superior ( 5)

Average ( 0)
TOTAL

(1)

ART MATRIX
STUDENT NAME

BIRTHDATE

SCHOOL

GRADE

TEACHER
A.

ART TEACHER NOMINATION

OR

YES (LO)
B.

MAYBE (5)

CLASSROOM TEACHER NOMINATION
YES (10)

c.

NO (O)

MAYBE ( 5)

NO ( 0)

ART IDENTIFICATION TASKS
TASK

1,

SUPERIOR

AVERAGE

POOR

TASK 2

SUPERIOR

AVERAGE

POOR

TASK 3

SUPERIOR

AVERAGE

POOR

SUPERIOR 10 POINTS
AVERAGE

5 POINTS

POOR

0 POINTS

( 30-40)

SUPERIOR

(15-25)

AVERAGE

( 0-10)

POOR

TOTAL

~ .1 LIKE 1Q l?Q
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Directions:
We are interested in finding out the kinds of things you like
to do. Please answer the questions by circling the number
which tells your feelings about doing each of the things
listed. If you circle a 1 it means that you do not like to
do the activity at all.
If you circle a 5 it means you like
to do the activity very much.

An activity marked like this:
don't like dislike don't like
some
at all
it some care
1
3
4
2
means that the person didn't like to mow the yard.
mow the yard

r-l
r-l

co

.µ

ro

..c::

8

8
a,

U)

~
·r-1

-s::
8

CJ

::I

0

.µ

.µ

5

a,

a,
r-l

like
very much

8

>t
1-l
a,

·r-1

a,
1-l

U)

:>

a,

CJ

.µ

.µ

·r-1

·r-1

~
·r-1

ro

.µ

0

a,

~
·r-1

~
·r-1

Cl

-s::
8

a,

r-l
U)

·r-1

...:I

...:I

I like to or would like to:
1. write a story

1

2

3

4

5

2. read about famous scientists

1

2

3

4

5

3. do charts and graph numbers

1

2

3

4

5

4. go to music concerts

1

2

3

4

5

5. work with small hand tools

1

2

3

4

5

6. read editorial pages in a newspaper

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

10. take pictures with a camera

1

2

3

4

5

11. play sports

1

2

3

4

5

12. interview people to get their
opinion about something

1

2

3

4

5

7. tell stories to small children
8. find out how a radio works
9. use a calculator to solve
problems

r-1
r-1

'°
'°

..c:()
Q)

§

E:

.µ

0

Q)

.µ

Q)

~
·r-1

·r-1

1-1
rel

r-1

.µ

-I::
8

Q)

(/}

(I)

~
·r-1
r-1
(/}

·r-1

p

()

.µ

::,...

E:

1-1

U)

:::,.

0

Q)

.µ

.µ

·r-1

·r-1

-I::
8

Q)

Q)

~
·r-1

~
·r-1

..:t

..:t

13. write a poem

1

2

3

4

5

14. study animal tracks and make
plaster casts

1

2

3

4

5

15. study the history of numbers

1

2

3

4

5

16. direct a children's play

1

2

3

4

5

17. operate a machine, such as a
garden tractor

1

2

3

4

5

18. study about customs in a
different country

1

2

3

4

5

19. read stories about animals

1

2

3

4

5

20.' set up and operate a weather
station

1

2

3

4

5

21. visit a computer center

1

2

3

4

5

22. visit an art gallery

1

2

3

4

5

23. study football plays

1

2

3

4

5

24. keep up to date with the news

1

2

3

4

5

25. read mystery or adventure
stories

1

2

3

4

5

26. compare our climate where we
live with other climates

1

2

3

4

5

27. program and use a computer

1

2

3

4

5

28. play a musical instrument

1

2

3

4

5

29. make things out of wood

1

2

3

4

5

30. study about people in different
countries

1

2

3

4

5

31. enter a spelling contest

1

2

3

4

5

32. visit a chemistry laboratory

1

2

3

4

5

33. solve math problems without
paper and pencil

1

2

3

4

5

34. plan the color scheme for my
room

1

2

3

4

5

r-1
r-1

(tl

.µ
(tl

.c:
CJ

§

(I)

E:

0

(I)

ti)

(I)

.µ

(I)

,II!

·.-I

~

(tl

·.-1

r-1

.µ

(I)

,II!
·.-1

CJ

.µ

E:

0

ti)

:>i

~
(I)

::,

.µ

.µ

·.-I

·.-1

8

·.-1

Q

-i:::
8

35. enter a cooking contest

1

2

3

4

5

36. help elect a friend to student
council

1

2

3

4

5

37. read about famous people

1

2

3

4

5

38. make a sundial

1

2

3

4

5

39. work number puzzles

1

2

3

4

5

40. sing with a group

1

2

3

4

5

41. read sport pages in a newspaper

1

2

3

4

5

42. visit a city council meeting

1

2

3

4

5

43. learn the meaning of new words

1

2

3

4

5

44. invent something

1

2

3

4

5

45. teach your classmate a number
game

1

2

3

4

5

46. act in a play

1

2

3

4

5

47. ride a bicycle

1

2

3

4

5

48. be on student council

1

2

3'

4

5

49. give a talk about something
I'm interested in

1

2

3

4

5

50. plan and explain an experiment

1

2

3

4

5

51. draw a plan for a house

1

2

3

4

5

52. take a dance class

1

2

3

4

5

53. help fix a car or bicycle

1

2

3

4

5

54. tell others about different
countries

1

2

3

4

5

55. explain something to others

1

2

3

4

5

1

2

3

4

5

57. make up number problems

1

2

3

4

5

58. study musical arrangements

1

2

3

4

5

59. quarterback a football team

1

2

3

4

5

-i:::

56. observe insects

and take notes

r-1
ti)

(I)

(I)

,II!

,II!

•.-1

..:I

·.-1

..:I

rl
rl

(cl

.jJ
(cl

:::$

E

E

0

(I)

U)

(I)

.jJ

(I)

~
·r-1

·r-1

H

rl

(I)

(cl
t)

~
·r-1

.jJ

.jJ

-s::
60. study the history of my country

..c:t)
(I)

8

rl
U)

·r-1

Q

-s::

8

E

0

~

H

(I)

U)

:>

.jJ

.jJ

·r-1

·r-1

(I)

(I)

~
·r-1

~
·r-1

i-:1

i-:1

1

2

3

4

5

61. make a rug from yarn

1

2

3

4

5

62. arrange flowers for a display

1

2

3

4

5

63. paint a picture

1

2

3

4

5

64. make pottery

1

2

3

4

5

65. make a drawing

1

2

3

4

5

66. design my own clothes

1

2

3

4

5
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Student Name
Place the answers relating to each item after the item number.
Total each column for the score for each interest area.

Language
Arts

Science

Math

Art
Music
Drama
Movement

Psychomotor

Social
Studies

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

18

19

20

21

22

23

24

25

26

27

28

29

30

31

32

33

34

35

36

37

38

39

40

41

42

43

44

45

46

47

48

49

50

51

52

53

54

55

56

57

58

59

60

61
62
63
64
65
Totals:

66

Checklist for Identifying Creative Talent in Art
Any child displaying a high percentage of the qualities
listed on this sheet will be designated as talented.

1.
2.
3.

4.
5.

Expresses a wide range of
ideas with originality and
imagination.
Likes to improvise.
Is playful and loose in
experimenting with newmaterials.
Challenges convention,
breaks the rules when
necessary.
Works intuitively, solves
problems synergistically.
PuLDl.' l ' s Name

Number of
Ch arac t eris
' t 'l.CS

6.

7.
8.
9.

Is highly sensitive to
light, sound, and movement.
Is persistent in seeking
ultimate solutions.
Approaches subject matter
with a high degree of
self-identification.
Displays a highly developed sense of critical
awareness.

Remark s

Checklist for Identifying Artistic Ability
Any child displaying a high percentage of the qualities
listed on this sheet will be designated as talented.
1.

Shows a rapid progress
through the stages of
growth in art experiences,
scribble to symbolic to
realistic.
2. Art work shows richness of
detail developed from retention of keen observations, awareness of environment, recall of past experiences.
3. Displays confidence in the
development of subject
matter and the use of
materials.
4. Demonstrates an understanding of special relationships, viewpoints, and the
systems of perspective.
Number of
PuLDl.'l' s Name
Ch arac t eris
. t 'l.CS

5.

6.
7.

8.

9.

Demonstrates an understanding of design
principles and intelligently applies them to
own work.
Produces large quantities of work; is selfmotivated.
Formally organizes work;
seeks good composition.
Demonstrates a mastery
and retention of fundamental skills; is concerned with craftsmanship.
Seeks competition and
enjoys the critical
evaluation of others
works of art.

Remark s

Summary Sheet
Scales for the Rating Behavioral Characteristics of Superior Students
Joseph S. Renzulli/ Linda H. Smith/ AlanJ. White /Carolyn M. Callahan /Robert K. Hartman

Date
Grade

lSchool

Age

Teacher or person completing this form

---·------------------------------

.How long have you known the child?

Months.

~ons. These scales are designed to obtain teacher estimates of a student's characteristics in the areas of learning, motivation,
vity, leadership, art, music, drama, communication and plaMing. The items are derived from the research literature dealing with
eteristics of gifted and creative persons. It should be pointed out that a considerable amount of individual differences can be found
1this population; and therefore, the profiles are likely to vary a great deal. Each item in the scales should be considered separately
iould reflect the degree to which you have observed the presence or absence of each characteristic. Since the 10 dimensions of the
rnent represent relatively different sets of behaviors, the scores obtained from the separate scales should not be summed to yield
score. Please read the statements carefully and place an X in the appropriate place according to the following scale of values:

ou have seldom or never observed this characteristic.
ou have observed this characteristic occasionally.

1

Ill.I have observed this characteristic to a considerat,le degree.
Ill.I have observed this characteristic almost all of the time.

has been provided following each item for your comments.

1g. Separate scores for each of the ten dimensions may be obtained as follows:

t the total number of X's in each colwnn to obtain the ''Column Total.''
IUply the Column Total by the "Weight" for each column to obtain the "Weighted Column Total.··
n the Weighted Column Totals across to obtain the "Score" for each dimension of the scale.
~r the Scores below.

II
III
IV
V
VI
VII
VIII
IX
X

Learning Characteristics ..
Motivational CharacterisUcs
Creativity Characteristics
Leadership Characteristics
Artistic Characteristics
Musical Characteristics
Dramatics Characteristics
Communication Characteristics - Precision
Communication Characteristics - Expressiveness
Planning Characteristics

~Scales for the Rating Behavioral Characteristics of Superior Students
Josephs. Henzulli/ l,inda H Smith/ AlanJ. While /Carolyn M. Callahan/ Hobert K. Hartman

Dale
---------·-·
Grade
cher or person completing this form
long have you known the child?

Months.

·----------------------·---

- -

· Learning Characteristics
unusually advanced vocabulary for age or grade level; uses
· in a meaningful way; has verbal behavior characterized
richness" of expression, elaboration, and fluency.

□

□

□

□

es a large storehouse of information about a variety of
· (beyond the usua I interests of youngsters his age J.

□

□

□

□

quick mastery and recall of factual information.

□
□

□
□

□
□

□
□

□

□

□

□

keen and alert observer; usually "sees more" or "gets
e" out of a story, film, etc. than others.

□

□

□

[]

ds a great deal on his own; usually prefers adult level
s; does not avoid difficult material; may show a preference
,biography, autobiography, encyclopedias, and atlases.

□

□

□

□

to understand complicated material by separating it into
spective parts; reasons things out for himself; sees logical
common sense answers.

□

□

□

□

Add Column Total

□

□

□
G
□

□

.

rapid insight into cause-effect relationships; tries to
er the how and why of things; asks many provocative
lions (as distinct from lnforma tional or factual questions J;
ts to know what makes things <or people1 "tick."

a ready grasp of underlying principles and can quickly

e valid generalizations about events, people, or things;
s for similarities and differences in events, people, and
s,

1

Multiply by Weight

GJ

Add Weighted Column Totals

□

Total
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>

□

GJ
>

□
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Date
Grade

hool
pcher or person completing this form

Months.

1W long have you known the child?

----------
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~

t

cJjI'
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c~

rll

~: Motivational Characteristics

~

.I

f:'

~t

;:
.l'

~.:..

~

~

I

I

I

"'

~mes absorbed and truly involved in certain topics or
jblems; is persistent in seeking task completion. (It is
retimes difficult to get him to move on to another topic. l

□

□

□

□

iiasily bored with routine tasks.

□
□

□
□

□
□

□
□

ves toward perfection; is self critical; is.not easily satisfied
his own speed or products.

□

□

□

□

requires little direction from

□

□

□

[]

' terested in many "adult" problems such as religion,
tics, sex. race - more than usual for age level.

□

□

□

[]

is self assertive <sometimes even aggressive,; stubborn

□

[J

□

□

to organize and bring structure to things, people, and
lions.

□

[]

□

[7

ite concerned with right and wrong, good and bad, often
ates and passes judgment on events. people. and things.

□
□

□
□

□
□

□
□

I

I
!!.:;

~

little external motivation to follow through in work that
f111ilY excites him.

~'

:,,

·s beliefs.

Add Column Total
Multiply by Weight
Add Weighted Column Totals
Total
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□
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Date

ne

·------·-

ool

Age

Grade

cher or person completing this rorm
~ long

Months.

have you known the child?

Cl

I~

lays a great deal of curiosity about many things; is conUy asking questions about anything and everything.
jrates a large number of ideas or solutions to problems and
~ions; often offers unusual ( "way out" l, unique, clever
pnses.
(

•inhibited in expressions of opinion; is sometimes radical
;spirited in disagreement; is tenacious.

high risk taker; is adventurous and specula live.
i
rys a good deal of intellectual playfulQess; fantasizes;
nes ( "I wonder what would happen if ... "l; manipulates
<i.e., changes, elaborates upon theml; is often concerned
adapting, improving and modifying institutions, objects,
pystems.

!

~Y• a keep,..,.. of humor and..., humor ;n ,uuatlon,
ay not appear to be humorous to others.
.

'

sually aware of his impulses and more open to the
nal in himself <freer expression of feminine interest for
i greater than usual amount of independence for girls!;
emotional sensitivity .

.

. sitive to beauty; attends to aesthetic characteristics of
orming; accepts disorder; is not interested in details; is
ualistic; does not fear being different.
izes constructively; is unwilling to accept authoritarian
uncements wiUlout critical examination.

Add Column Total

I

i

..f

~

I

I

□
□

□
□

□
□

□
□

□
□
□

□
□
□

□
□
□

□
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□

□
□

□
□

□
□
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□
□
□

□
□
□

□
□
□

CJ
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□

□
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□
0
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□
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□
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Dale
Age

Grade
her or person completing this form
;_ long ha~e you known the child?

Months.

Leadership Characteristics

responsibility well; can be counted on lo do what he has
and usually does it well.

□

□

□

[]

confident with children his own age as well as adults;
comfortable when asked to show his work to the class.

□

□

□

lo be well liked by his classmates.

□
□
□

□
□
□

□
□
□

□
ll

□

□

□

□

s to enjoy being around other people; is sociable and
not to be alone.

□

□

□

[]

s to dominate others when they are around; generally
ts the activity in which he is involved.

□

□

□

□

cipates in most social activities connected with the school;
counted on to be there if anyone is.

□

□

□

□

in athletic activities; is well coordinated and enjoys all
of athletic games.

□
□

□
□
0
□

□
□
0

ralive with teacher and classmates,; tends to avoid
ng and is generally easy lo get along with.

ess himself well; has good verbal facility and is usua11y
· derstood.

readily to new situations; is flexible in thought and
and does not seem disturbed when the normal routine is

ed.

Add Column Total
Multiply by Weight

~

Add Weighted Column Totals

□
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□

□
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Date
Age

Grade
cher or person completing this form
long have you known the child?

Months.

.F

~: Artistic Characteristics

i,

to participate in art activities; is eager to visually express

.

'

.

rporates a large number of elements into art work; varies
subject and content of art work.

r

ves at unique, unconventional solutions to artistic problems

~:opposed to traditional, conventional ones.

'
~entrates for long periods of time on art projects.

'fllingly tries out different media;

experiments with a variety

(materials and techniques.

[:

inds to select art media for free activity or classroom

Jjects.

'

'

;particularly sensitive to the environment; is a keen observer
fees the unusual, what may be overlooked by others.

itoduces balance and order in art work.

l_critical of own work; sets high standards of quality; often
"'°orks creation in order to refine it.

~ws an interest in other student's work ~dying and discussing their work.

spends time

aborates on ideas from other people - uses them as a
lJmping off point" as opposed to copying them.

Add Column Total
Multiply by Weight
Add Weighted Column Totals
Total
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□
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□
□
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□
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□
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□
□
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□
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□

□
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□
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Date

lile

-- - --

----------

Grade
..,___
_ Age· - - - - - - - ------JM>l ______________________________
Idler or person completing this form

----·------- - ·

►tong hav~ you known the child?

...

Months.

~

~
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~usical Characteristics

.I
&

I

:¾~
~

~

.I

,i

'1-

~

~

-5$'

ii'

~

~

u~

~

I

I

t'

r

~ustained interest in music - seeks out opportunities to
create music.

□

□

□

□

~es fine differences in musical tone <pitch, loudness,
,. duration. l

□

□

□

□

.remembers melodies and can produce them accurately.

□
□
□
□

□
□
□
□

□
□
□
□

□
□
□

[]

□

□

□

□

□

□

□
0
□

□
GJ
□

participates in musical activities .
.• musical instrument <or indicates a strong desire to>.
'live to the rhythm of the music; responds through body
ts to changes in the tempo of the music.
of and can identify a variety of sounds heard at a given
·• t - is sensitive to "background" noises, to chords that
· ny a melody, to the different sounds of singers or in. talists in a performance.

Add Column Total
Multiply by Weight
Add Weighted Column Totals
Total

~

□

0
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□
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----Age

Grade

-------
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Months.

long ha_ve you known the child?

g~
!S'

~

ll

'1i

I: Dramatics Characteristics

/ d'

leers to participate in classroom plays or skits.
'ly tells a story or gives an account of some experience.
. tively uses gestures and facial expressions to com·cate feelings.
pt at role-playing, improvising, acting out situations "on

spot."
· readily identify himself with the moods and motivations of
acters.
Jes body with ease and poise for his particular age.

·tes original plays or makes up plays from stories.
mands and holds the attention of a group when speaking.
hie to evoke emotional responses from listeners - can get
· le to laugh, to frown, to feel tense, etc.
' imitate others - is able to mimic the way people speak,
, gesture.

Add Column Total

□
□
□
□
□
□
□
□
□
□
□

Multiply by Weight

~

Add Weighted Column Totals

□

Total
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□
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Date
Age

Grade
cher or person completing this form
long have you known the child?

Months.

~

-~

#'1

, Ill: Communication Characteristics - Precision
ks and writes directly and to the point.

ifies and adjusts expression of ideas for maximum
ption.
hie to revise and edit in a way which is concise, yet retains
..enlial ideas.
lains things precisely and clearly.
descriptive words to add color, emotion, and beauty.
resses thoughts and needs clearly and concisely.
n find various ways of expressing ideas so others will uni.and.

· n describe things in a few very appropriate words.
able to express fine shades of meaning by use of a large stock
synonyms.
able to express ideas In a variety of alternate ways.
nows and can use many words closely related in meaning.

ifl

Add Column Total
Multiply by Weight
Add Weighted Column Totals
Total
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□
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□
□
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Date

lhoo1

-·----

Age

Grade

llacher or person completing this rorm

------·-

IOw long ha~e you known the child?

Months.

:It-

tx

Communication Characteristics - Expressiveness

Its

voice expressively to convey or enhance meaning.

1nveys information non-verbally through gestures, facial
rpressions, and "body language.".
an interesting storyteller.

ses colorful and imaginative figures of speech such as puns
~d analogies.

Add Column Total
Multiply by Weight
Add Weighted Column Totals
Total
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~

~
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Date
Age

Grade

ltacher or person completing this form

t
lc,w long have you known the child?

Months .

.'X: Planning Characteristics
ltermines what information or resources are necessary for
'l?Omplishing a task.
~ps the relationship of individual steps to the whole process.
tows time to execute all steps involved in a process.
,resees consequences or effects of actions.
1anizes his or her work well.

1kes into account the details necessary to accomplish a goal.

good at games of strategy where it is necessary to anticipate
veral moves ahead.

ecognizes the various alternative methods for accomplishing a
1al.

in pinpoint where areas of difficulty might arise in a
'Ocedure or activity.

rranges steps of a project in a sensible order or time sequence.

good at breaking down an activity into step by step
OCedures.

stablishes priorities when organizing activities.

1ows awareness of limitations relating to time, space,
aterials, and abilities when working on group or individual
ojects.

n provide details that contribute to the development of a plan

procedure.

es alternative ways to distribute work or assign people to
complisti a task.

il

Add Column Total
Multiply by Weight
Add Weighted Column Totals
,,., ......... 1
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THE GIFTED CHILD QUARTERLY, Winter 1979, Vol. XXIII, No. 4
Form B of the Children's Form of
"Your Style of Learning and Thinking"
(Form C-B)
Directions:
Children think and learn about THINGS IN MANY DIFFERENT
WAYS.
EACH QUESTION BELOW TALKS ABO'CT THREE DIFFERENT WAYS
THAT CHILDREN USE TO THINK AND LEARN ABOUT THINGS. OF THE
THREE, PICK THE ONE THAT BEST TELLS HOW YOU THINK AND LEARN
ABOUT 'IIIHINGS.
COLOR IN (A), (B), OR (C) OR YOUR ANSWER
SHEET.
00 NOT WRITE ON THIS BOOKLET.
1.

(a) I am good at remembering faces.
(b) I am good at remembering names.
(c) I am just as good at remembering names as I am at
remembering faces.

2.

(a) I answer best to directions which are told to me or
written for me.
(b) I answer best to directions when someone gives me an
example.
(c) I follow directions just as well in both ways.

3.

(a) I like to let people know how I feel.
(b) I show my feelings with good friends.
(c) I keep my feelings to myself.

4.

(a) I like to try things that I have not tried before.
(b) When I try something new, I always like to think up
different ways to do it before I try it.
(c) I like to try new things just as good as I like
trying things that I have seen and thought about.

5.

(a) I like teachers who give one homework assignment at
a time.
(b) I like teachers who ask me to study or work on many
things at the same time.
(c) I like either kind of teacher.

6.

(a) I like tests where the answers are given to me and I
am asked to pick the best one.
(b) I like tests where I write out the answer m~¥elf.
(c) I like both kinds of tests just as well.

7.

(a) I can tell when a person is happy or not by wqtching
him or by listening to him talking.
(b) I cannot tell when a person is happy or not by watching
him but I can tell by listening to him talking.
(c) I can do both just as well.

8.

(a) I am good at thinking up amusing things to say and do.
(b) I am not good at thinking up amusing things to say
and do.
(c) Sometimes I am good at thinking up amusing things to
say and do.

9.

(a) I like to be in classes where teachers let me move
around and do things.
(b) I like to be in classes where the teabher asks me to sit
and listen.
(c) I like both kinds of classes just as well.

10.

(a) Before I do something I like
about it.
(b) I can do something better if
to it.
(c) Before I do something I like
as well as to like it and

to know as much as I can
I like it or I am used
to know a lot about it
be used to it.

11.

(a) I like to have fun when I try to figure things out.
(b) I like to have quiet when I try to figure things out.
(c) I like to have fun when I fmgure things out as well
as ~uiet

12.

(a) I like to play out things that I hear and see but not
things that people tell me about.
(b) I always like to make believe that I am playing with
other people.
(c} I can do things just as well both ways.

13. la) I am able most of the time to use anything around to
get things done.
(b) I am not always able to use anything around to get
things done.
(c) I like to use the right tools for the right job.
14.

15.

16.

(a) I like teachers who tell me what to learn and how to
learn it.
(b) I like teachers who tell me what to learn but allow
me to decide how to learn it.
(c) I can do just as well with both kinds of teachers.
(a) I always come up with new things.
(b) Somethimes I come up with new things.
(c) I never come up with new things.
(a) I think best when I lie flat on my back.
(b) I think best when I sit.
(c} I think best when I walk or move around.

17.

(a) I like to learn about things that
away.
(b) I like to learn about things even
them right away.
(c) I like to learn about things that
away just as well as I like to
that I cannot use right away.

I can use right
if I cannot use
I can use right
learn about things

18.

(a) When I do not know the answer to a question, I like
to take a quess at it.
(b) When I do not know the answer to a question, I do
not like to take a guess at it.
(c) Sometimes I like to guess at things when I do not
know the answer.

19.

(a) I like to tell people just how I feel.
(b) I like to show people how I feel with a poem, a songt
or a dance.
(c)Sometimes I like to tell people how I feel and sometimes
I like to show people how I feel with a poem, song,
or dance.

20.

(a) Many times I get ideas from reading poems or looking
at posters.
(b) Once in a while I get ideas from reading poems or
looking at posters.
(c) I hardly get any ideas from reading poems or looking
at posters.

21.

(a) I like to answer simple questions.
(b) I like to try hard questions.
(c) I like to answer simple questions just as well as I
like to try hard questions.

22.

(a) I like to
(b) I like to
(c) I like to
I like

23.

(a) I like to work on one problem at a time.
(b) I like to work on many problems at once.
(c) I like to work on one problem at a time just as well
as I can work on many problems.

24.

(a) I like to learn about things that have been proven
to be right.
(b) I like to learn about what people think might happen
someday.
(c) I like to learn about things that have taken place as
well as about things that might happen someday.

follow people who excite me.
follow people who make sense to me.
follow people who excite me just as well as
to follow people who make sense to me.

25.

(a} I like to make sense out of everything I read.
(b} I like to put into use everything I read and learn.
(c} I like to make sense out of everything I read as well
as put it into use.

26.

(a} I like to use the way I feel in answering a problem.
(b) I answer a problem by thinking out the best answer.
(c) I like to solve problems both ways.

27.

(a} I like to picture in my head the answer to a problem.
(b} I like to answer a question by using things that I
have learned.
(c} I do not care which way I answer a problem.

28.

(a} I like to answer a question by carefully pickmng out
the best answer.
(b) I like to answer a question by using things that I
have learned.
(c) I can answer a question by carefully picking out the
best answer or by using things that I have learned.

29. (a) I can explain things best by talking about them.
(b} I can explain things best by using my body or hands
than by talking about them.
(c} I can explain things by talking about them or by using
my body to act them out.
30.

(a) I learn best from a teacher who explains the lesson to
me.
(b) I learn best from a teacher who shows me pictures of
what to learn.
(c} I can learn just as well from either kind of teacher.

31. (a} I remember better when ahe teacher explains things
to me.
(b) I learn better when the teacher uses pictures to explain
things.
(c} I remember things just as well both ways.
32.

(a} I like to look back at things that I have done and try
to figure them out.
(b} I like to figure out my own way of doing things that
I am trying for the first time.
(c} I do not really care how I go about doing things.

33.

(a) I like to talk and write about things.
(b) I like to draw and make things.
(c} I like to do both.

34.

(a} I get lost easily even in places that I have visited.
(b} I can find my way enen in strange places.
(c} Sometimes I find my way in places.

35.

(a) I rather do something than explain it.
(b) I rather explain something than do it.
(c) I do just as well either way.

36.

(a) I like to be in noisy and crowded places where people
do many things at the same time.
(b) I like to be in quiet places where I am able to
think carefully.
(c) I can do just as well in both places.

37.

(a) I like best to draw and listen to music.
(b) I like to do things with other people.
(c) I like to draw and listen to music as well as work
with other people.

38.

(a) When I grow up I would like to be a business man or

a scientist.
(b) When I grow up I would like to be a teacher or a
( c)

minister.
I really do not care what I will be when I grow up.

39.

(a) I learn only what I read and what people tell me.
(b) I learn nots of things that people don't teach me.
(u) Sometimes I like to learn everything about things
and sometimes I like to learn only the important
parts.

40.

(a) I like to use the things I hear and read.
(b) I like to think out the things I hear and read before
I use them. ]
(c) I can go both ways.

Scoring Key
Form B
A

B

C
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A

B
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R
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R
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R
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R
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R
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I

25

L

R

I

6

R

L

I

26

R

L

I

7

R

L

I

27

R

L

I

8

R

L

I

28

L

R

I

9

R

L

I

29

L

R

I

10

L

R

I

30

L

R

I

11

R

L

I

31

L

R

I

12

R

L

I

32

L

R

I

13

R

I

L

33

L

R

I

14

L

R

I

34

L

R

I

15

R

I

L

35

R

L

I

16

R

L

I/R

36

R

L

I

17

R

L

I

.:37

R

L

I

18

R

L

I

38

L

R

I

19

L

R

I

39

L

R

I

20

R

I

L

40

L

R

I

_ll§rQ

Where L = Left, R = Right, and I = Integrated or
balanced

Le ft

Visual Field

Left llemisEhere
Functions
Verbal
Analytic
Abatract
Rational
Temporal
Diti tal .
Propositional

Right
Visual Field

B!_ght Hemisphere
Functions
Pre verbal
Synthetic
Concrete
Emotional
Spatial
Annlogic
· Appositional

Callosum

Le ft

Hem1ephere

Hight
Visual Field

Ri~ht
Hemisphere

Left

Visual Field

--MOOE

Verbal: Using words to name,
Describe, define.

Nonverbal: Awareness of things,
but minimal connection wit..-..,_ words.

Analytic: Figuri:1g things out
step-by-step and part-by-part.

Svnthetic: Putting things together to form wholes.

~ymbolic: Using a symbol to
stand for something. For example, the drawn form
stands
for eye, the sign+ stands for
the process of addition.

Concrete: Relating to t..~ings as
they are, at the present moment.

ra.bstract: Taking out a small bit
of information and using it to
represent the whole thing.

Analogic: Seeing likenesses between things; understanding
metaphoric relationships.

"ernporal: Keeping track of time.
Sequencing one thing after
another: doing first things
first, second things second, etc.

Nontemporal: Without a sense of
linear time.

~tional: Drawing conc1'..1sions
based on reason and facts.

Nonrational: Not requiring a
basis of reason or facts; willingness to suspend judgment.

igital: Using numbers as in
counting.
~cical: Drawing conclusions
based on logic: one thing
following another in logical
order--for example, a mathematical theorum or a wellstated argument.
inear: Thi:-.king in terms of
linked ideas, en~ following
another, leading to a convergent conclusion.

Spatial: Seeing where things are
in relation to other things,
and how parts go together to
form a whole.
Intuitive: Making leaps of insight, often based on incomplete
patterns, hunches, feelings, or
v_isual images.
Holistic: Seeing whole things
all at once; perceiving che
many facets of a problem or
situation simultaneously, often
leading to divergent, mulciple
conclusions.

Ten Tests For Visual-Haptic Aptitude
1.

Camouflage Penetration Test, Hidden Picture Puzzle:
"The Birds"

2.

Closure Test
a} "Make Something Of It 11 (line completion}
b} Complete the Face (facial features completion)

3.

Integration of Successive Impressions Test
Picture Synthesis (sun, spiral, star}

4.

Visual Retention Test
Memory Drawing:

5.

"The Snail"

Visual Discrimination Test
Spot The Six Differences:

6.

"The Fishermen"

Subjective Impressions Test
a}

11

Caption This Cartoon"

b} Rorschach Ink-Blot
7.

Ambiguous Forms Test
Figure-ground reversals:
a} Vanity-mirror/skull
b} Letter E

c} Dali Painting
d} Young/old lady
8.

Tactile Tests
I.
II.

9.

Tangram Problem-Solving
Tangram Tactile Objectification

Spatial Relationships
"What is Wrong With This Picture?"

(Hogarth Print}
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The Visual-Haptic Characteristics Checklist
Characteristics of the visually-minded type:
1.

A tendency to be objective.

2.

A tendency toward being a spectator, rather than
a participant

3.

In drawing, a striving for exact representation
of color, size and shape.

4.

A general reliance on the eyes for perceiving
the world.

5.

As an artist, a tendency toward impressionism.

Characteristics of the haptically-minded type:
1.

Is more subjective.

2.

Tends toward participation.

3.

In drawing, tends to express significant parts,
often to the point of distortion.

4.

Generally relies on touch and kinesthesis for
perception of the world, relying upon sight only
secondly.

5.

As an artist, tends toward expressionism.

6.

Has a greater concern with bodily feelings and
sensations.

SUMMARY:

EVALUATION OF OBJECTIVE

CRITERIA -

(Lowenfeld, 3rd Edition)

Three points to be considered in the process of evaluation by
means of objective criteria: 1) the stage of development, 2)
technique and skill, 3) the organization of the work.
The Stage of Development. The discrepancy found between
the average criteria of the respective stage of development and the chronological age of the child is indicative of the child's growth.
(See chart of developmental
characteristics for each stage.)
Technique and Skill. Three major considerations: 1)
Did the child select a technique adequate for his expression? 2) Is the technique used as an integral part
of the child's creative work? 3) What degree of effort
does the final work represent?
The Organization of the Work. Three major considerations: 1) How meaningful to the child are the areas in
the picture, 2) Did the child follow a mode of expression consistently?, 3) Is the work a coherent whole?
Definitions:
Meaningfulness of Parts - 1) Literal content; the
intellectual and em9tional description of the subject
matter, 2) The way the part is placed in the environment; meaningfulness will be indicated by the inclusion of specific detail, differentiation of parts in
size, and color, and the organization of space.
Consistent Mode of Expression - 1) Is there a central
theme?, 2) Do all parts in the creative work relate
to the central theme?
Wholeness of a Creative Work - Refers to organization;
Design (i.e.: elements and principles of); the complete integration of content and organization.
Design - The structure which holds all inherent
qualities together.
The Elements of Design - Line, color, value, shape
and form, space, texture.
The Principles of Design - Balance, unity, contrast,
emphasis, pattern, movement and rhythm.

GENERAL fV1'•_• • '· '·

Objective Crileria

Is the child's creative work adequate for his stage of development in representing the:
r. figure
2.

space

3. color
Technique adequate for expression.
Technique is part and parcel of child's work.
What degree of effort does final product represent?
Meaningfulness of single parts of work as detail.
Meaningfulness of single parts of work as part of environment.
To what extent did child follow a mode of expression?
To what extent does any change upset the meaning of the work?

Little

Some

Much

c3

GENERAL EVALUATION CHART (Continued)

Degree of Self-identification

Yes

No

r. Constant stereotyped repetitions
2.

Now and then stereotyped repetitions

3. Mere objective reports
4. Some inclusion of self by adding special characteristics to objective report
5. Indirect or direct inclusion of the self

Litt!e

Attributes of Growth

Emotional
Growth

Free from stereotyping.
Lack of generalization of objects ( no trees are alike, etc.) .
Constant deviations from generalizations.
Inclusion of experiences of the self.
Use of free lines and brush strokes.

Intellectual
Growth

Inclusion of many subject matter details.
Differentiation in color.
Other indications of active knowledge.

Physical
Growth

Visual and motor coordination (how well he guides lines).
Conscious projection of body movements (representation of them).
Unconscious projection of body (body image).
Skillful use of techniques.

'

Some

Much

_ V1-.u.d cX}'cr1c11Lc~:

Perceptual
Growth

lip.lit

sha<lows
\
perspective space
color differentiation
Non-visual experiences: tactile
texture
auditive
Kinesthetic experiences (body movements).

I

\

- - - - - - l - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - 1 - - - - - 1- - - - I - - 1

Social
Growth

Faces his own experiences in his' work.
Identification with the needs of others.
'Inclusion and characterization of social environments (home, school, factory, office).
Participation in group work.
Appreciation of other cultures.
fnjoyment of cooperation, directly (through work) or indirectly (through the topic).

IIntegration of thinking, feeling, and perceiving.

ISensitiveness toward harmonious color.
Aesthetic
Growth

Creative
Growth

....,

I

texture.
lines.
shapes.
Preference for decorative design patterns.
Independence without copying.
Originality without imitating style of others.
Creativeness and inventiveness in regard to content.
Can immediately be distinguished from others in mode of expression.
Is entirely different from others.

SUMMARY.

SCRIBBLING STAGE-TWO TO FOUR YEARS

Human
Figure

Space

Color

Design

(1) Disordered.
Kinesthetic experience. No control of
motions.

None.

None.

No conscious approach. Use of color
for mere enjoyment
without any intentions.

(2) Controlled. Repeated motions,
establishment of
coordination
between visual and
motor activity. Control or motions.
Self-assurance of
control through
deviations of type
of motions.

None.

None, or
only kinesthetically.

(3)
Naming.
Change from kinesthetic to imaginative thinking. Mixing of motions with
frequent interruption.

Only
imaginatively
by the act of
naming.

Purely
imaginatively.

Characteristics

Motivation
Topics

Materials

None.

Through encouragement. Do not
interrupt or discourage or divert
child from scribbling.

Large black crayon.
Smooth paper.
Poster paint. Finger
paint only for maladjusted children.
Clay.

Same as above.

None.

Same as above.

Same as above.

Color used to distinguish different
meanings of scribbling.

None.

In the direction of
the child's thinking
by continuing the
child's story.

Colored crayons.
Poster paint. Clay,
felt-nibbed pen.

SUMMARY.

Characteristics

Discovery of relationship between
drawing, thinking,
and environment.
Change of form
symbols because of
constant search for
definite concept.

Human
Figure

Circular motion
for head, longitudinal for legs
and arms. Headfeet representations develop to
more complex
f o r m concept.
Symbols depending on active
knowledge during the act of
drawing.

PRESCHEMATIC STAGE-FOUR TO SEVEN YEARS

Motivation

Space

Color

Design

Topics

Materials

Self as cen tcr,
with no orderly_ arrangement of
objects
in space:
"There is a
table, there is
a door, there
is a chair."
Also ematio n al relationships:
"This is my
doll."

No relationship to
nature.

No conscious
approach.

Activating of passive knowledge related mainly to self
(body parts).

Cr a yon s, clay,
tempera paints
{thick), large
b r i s t l e brushes,
large
sheets
of
paper (absorbent).

Color according to
emotional appeal.

SUMMARY.

Characteristics

Formulation of , a
definite concept of
man and environment.
Self - assurance
th r o u g h repetition of form symbols, scheJl}a ta.
In pure schema no
intentionai experience is expressed,
oniy
the
thing
itself: "the man,"
"the tree," etc.
Experiences are expressed by deviations from schema.
Use of geometric
lines.

Human
Figure

Definite concept
of figure depending on active knowledge
and personality,
through repetition: schema.
Deviations expressing experiences can be
seen m( 1)
Exaggeration of important parts.
(2) Neglect or
omission of unimportant parts.
( 3) Change of
symbols.

SCHEMATIC STAGE-SEVEN TO NINE YEARS

Space

Color

Design

First definite space concept: base line.

Discovery of relationship
between color and
object; through
repetition: color
schema.

No conscious design approach.

Discovery of being a part
of environment: important for cooperation and
reading.
Base line expresses( I) Base.
(2) Terrain.
Deviations from base line
express experiences.
Subjective space:
(I) Folding over (egocentric).
(2) Mixed forms of plan
and elevation.
(3) X-ray pictures.
( 4)
Space-time representations.

Motivation
Topics

Best motivation
concentrates
on
action, characterized by we, action,
where.
Topics

Same color for
same object.

D e v i a t i o n of
color schema
shows emotional
experience.

referring

to--

(!) Time sequences
(journeys, traveling
stories).
(2) X-ray pictures
(inside and outside
are
emphasized),
f a c to ry , school,
home, etc.

Materials

I Colored
crayons.
I

Colored
chalks.
Tempera,
poster paint.
Large paper.
Bristle and
hair brushes.
Clay:
(I) Synthetic
(2) Analytic.

SUMMARY.

STAGE OF DAWNING REALISM-NINE TO ELEVEN YEARS

Human

Characteristics

Figure

Space

Color

Design

Motivation
Topics

Gang age.

Attention
to
clothes, ( dresses,
uniforms), emphasizing difference
between
girls and boys.

Removal
from baseline express10n.

Removal from objective stage of
color

First cons Ci OU S appro a ch
toward decoration.

Self-awareness stimulated by characterization of different
dresses and suits
(professions) .

Paper cutting.

Acquaintance
with materials and
their function.

Cooperation
and
overlapping
t h r o u g h group
work.

Flat, colored chalk.

R em o v a l from
g e o m e t r i c lines
(schema).
Lack of cooperation with adults.
Greater awareness
of the self and of
sex differences.-

Greater stiffness
as result of egocentric attitude,
and the emphasis on details
( clothes,
hair,
and so forth).
Tendency
toward realistic

Overlapping.
Sky
comes
down to base
line.
Discovery of
plane.
Filling in
space between base
lines.

lines .
Removal from
schema.

Difficulties in
spatial corre1at ions as
result of egocentric attitude and lack
of cooperation.

Emphasis on emotional approach to
color.
Subjective stage of
color. Color is used
according to subjective experience.

Materials

Crayons.
Poster paint.

Clay.
Papier-mache.

Subjective cooperation through type
of topic: "We are
Building a House."
Objective cooperation through team
work.

Wood.
Collage materials.
Metal.
Prints.

SUMMARY.

Characteristics

Human
Figure

Developed intelli- Joints. Visual obgence, yet unaware- servation of
b o d y actions.
ness.
P r op o rt ions.
Naturalistic ap- Emphasis on exproach (uncon- pression by nonscious). Tendency visually minded.
toward visual- or
nonvisual-m i ndedness.
Love
for
dramatization and
action.

PSEUDO-NATUllAUSTIC STAGE-ELEVEN TO THIRTEEN YEARS

Color

Space

Urge for Changes of color in
three-dimen- nature for distance
sional expres- and mood (visually
minded).
sion.
Emotional reaction
Diminishing to color (nonvisually minded).
sizes of distant objects.
Horizon line
(visually
minded).
Environment
only when
significant
( non visually
minded).

I

Design

First conscious approach to stylizing.
Symbols for professions. Function of
different materials,
with related designs.

Motivation
Topics

Dramatic actions m
environment. Actions
from imagination and
posing (with meaning, like scrubbing).
Proportions through
emphasis on content.
Color moods.

Materials

Water color. Gouache
(watercolor and tempera). Poster paint.
Bristle brush. Hair
brush. Clay. Lin0leum. Papier-mache.
Textiles. Wood.

SUMMARY.

CRISIS OF ADOLESCENCE-THIRTEEN TO SEVENTEEN YEARS

Human
Figure

Characteristics

I

Critical awareness toward Visual Type: Emphasis
environment. Three groups: on appearance, proportion. Light and shadow.
(I) Fisual type: Intermedi- Depiction of momenaries: eyes. Creative concern: tary impressions. Natenvironment, appearance. ! uralistic interpretations
of objective validity.
(2) Haptzc type: Intermediary: body. Creative concern: l-laptic Type: Emphasis
self-expression, emotional ap- on inward expressions.
proach to subjective experi- Emotional qualities.
Proportion of value.
ences.
Individual interpreta(3) In-betweem: Reactions l tions. Depiction of character.
are not definite in either
direction. Creative concern:
abstract.

Space

Color

Visual Type:
Perspective
represen tations. Apparent diminution of distant objects.
Atmosphere.
Appearance.
Mood.
Three-dimensional qualities. Light
and shadow.
Horizon line.

Visual Type: Appearance of color
in nature. Color
reflections. Changing qualities of
color in environment, according to
distance and mood.
Analytic attitude.
Impressionistic.

Haptic Type:
Perspective of
value with
relation to
the
self.
Value relationship of
objects. Baseline expressions.

Design

Visual Type: Aesthetic interpretation of form, balance, and rhythm.
Decorative quality
of design. Emphasis on harmony.

H apticType: Emotional design of
abstract quality.
Haptic Type: Ex- Functional design.
pressive,subjective Industrial design.
meaning of color.
Local color when
significant. Color
changes with emotional and psychological significance.

Motivation
Topics

Visual and haptic al stimulations. Environment and figure.
Appearance and
content. Posing,
with interpretations. Sketching.
Sculpture.
Graphics. Design. Painting.
Mural.

Materials

Sketching in
crayon, oil paint,
tempera, Conte,
water color. Easel
painting. Mural.
Sculpture in clay,
plaster, etc. Casting. Wood.
Metal. Stone.
Graphics.

SUMMARY.

Characteristics

Human
Figure

Ambition.
Energy.
Romantic ideals.
Introspection.
Peer-group pres-sure.
Sexual awakenings.

Action.
Participation.
Self-identification or empathy.
Clothing.
Costume.
Dance and
rhythm.

ADOLESCENT AB.T-THillTEEN TO SEVENTEEN YEAJlS
Motivation

Space

Color

Design

Topics

Materials

Visual perspective or
perspective of
value.

Sophisticated. Not
necessarily naturalistic.

As integral
part of funct i on. In
furniture,
clothing, ornament, architecture,
home style,
site, landscaping, interior
decoration).
Appreciation.
Abstract.
Cartoons.

Self, home, community, nature, industry.
Explore materials rather
than emphasize technical excellence. Develop
sensitivity. Excursions.

Any material that contril>utes to further growth or
adult use.
All previous materials, plus
photography, ceramics, wood
( constructing and carving).
Natural materials.

